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Studies in the 'Learning S€iences is a series of'majpr papers, by scien-
tists participating in the Internativgpl Learning Sciences Programme (CERI -
4.

OECD) on the research. questions with which this programme is mainly -
ccncerned: )
. . ! - . . \ P ————
1. Cognitive coffects. of scholarisation - - - . - —— e

2. Scholarisation and gocial ctrategies: (educational and economic
behaviour) -

. Genetic socioclogy: (gymbolic systems and early éocialisation)

4, lon-verbatim learning and memory . *

5. Experimental ethnography: ' (literacy and latefélisation)

6. The problem of serial order in behaviour: (ethology and

linguistics)

7. Theoretical models of behaviour development

. The papers are publiéhed simultaneously in English and French in an
effort 1o bring the mest productive thinking in the fearning sciences to
the attention of a larger public. .-
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," I shall examine some & the assumptions and the.cultural context of !
A a “particular’ form of pre- school/infant schoolv Redagogy. A form which has =~
. at least the following characteristiés° . ) " 5 -f.
1. Where the control of the teacher over the child is\impliciﬁ N
. . , rather than explicit. : ge > L MR
? + 2. VWhere, ideally, the teacher arranges the context which the child
B is expected to rearrange and explore Y. & ¢ ) '\4
3. Where within this arranged context the chiId apparently has
wide powers over what he selects, over hOW‘he structurss, and .
.+ over the time scale of his activities. A . ‘
4, Where the child appa;eﬁtly regulates his own movements and social
‘ ~,re1ationsh1ps . . L
. . 5. "Where there' 1s a reduced emphasis upon the transmission and # -
' acquisition of specific skills (see Note I). e Tl

6. Where the criterid for evaluating the pedagogy are muitiple and v
diffuse and so not easily measured. . . )

.‘\.-“ L . . \ ‘ . . . . .

* Inyisible Pedagogy and Infant Education ‘ . -

-
3

One can characterise.this pedagogy as an. invisible pedagogy. In,
terms of the concepts of classification and frame, the pedagogy is realised
through wéak classification and weak frames(1) Visible pedagogies arg |
realised through strong clasSification and strong frames. The basic '
drfference between visible and invisible pegagogies is in the manner in
— o which criferia are transmi.ted and in the degree of Specificity of *the i
X criteria. The more implicit the manner of transmission and the more
- diffuse the.criteria, the more invisible the pedagogy: the more specific
the criteria, the more explicit thé manner of their transmigsion, the more
visihle the pedégogy, These definitions will be extended later in the .
paper. '

—

ey

-

. If the pedagogy is invisible, what aSpects of the child have high | '
visibllity for®the teacher? I suggest two aspects. $he first arises out "
of an inference the teacher makes from ‘the childts ongoing behaviour about
.the_gevelopmental stage -of the child., This inference is then referred to
a.concept of readiness.‘ The. second aspect of the child refers to his

. ~ . -

R
N -

1) B. Bernstein, "On the Classification and Framing ‘of Educational
Knowledge", in: Class; Codes and Control I (Tondon, 1971)
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external behavivur and is conceptuallsed by the teacher ‘as busyness.. The

. ¢hild should bé busyﬁaolng things. ‘These innep (readlness) and outer

(busyness) aspects of the Chl d can be tlansformed’}ﬁto one concept of

. "ready to do", The teacher ilfers from £he "domng" the state of "readlness"

of the ‘child as 1t is revéaled in hlS present actlvaty “and as this state

’ « -
. <

-adumbrates fature."domng" . -, . :

We can brlefly note 1n passing a- polnt whlch w;ll be develOped later.
"In the ,Same way as the chlld's readlng released ,the child from the teacher

; 'ana soclallse him into the prlvatlsed solitary learning ofoan expllclt

-

anonymous past (i.e. the textbook), so busy chmldren Gehlldren doing)
releases the child from the teacher but soclallses him into an ongoing
inter-actional present in whldh the past is invisible and so 1mp1101t
(1 e.- the teachers’ nedagoglcal theory). ,Thus a non-doing child in the
invisible pedagogy xé'the*equlvalent of a non—readlng child in theé V131b1e"
pedagogy.. (Howeuen, a non- readlng chlid ma§§3€'at a greater disadvantage “
and experience greater dlfflculty than a "non-qoing" child. ) )
”he concept basig to “the 1nv1s1b1e pedagogyvls that of play"”&hié
is not ‘the place’ to submit thls concept to 1oglca1 analy31s, but a few -~
points may be noted. N S ) _ “¥>\
.1. ¢ Play "is_the means by which the child exteriorises hlmself to the
teacher. mhus the more he, plays and the greatey Jghe range of his actﬂvi &
ities, the more the child is made available to‘the. teacher's screen-
%ng. Thus,.play is the fundamental copcept with nreadiness" and "doing"

. as subordinate concepts. Although not al. forms of doing are considered

as play«(hifting another chlld, for evamp1e\.rcst forms can be 8o
characterlsed. . I o )

2, Play does not merely describe an act1v1ty' it also contains an evalua-
tlcn of that actmvmty. Thus, there is prcductlve and less productive

play, obsee ional and free-rang}ng play, solltary and social play. Play

is not onn¢ an act1v1ty, it entails a theory from which interpretation,
evaluatlon and dlagnOSlS are derlved-and which also 1ndlcates a pro- .
gression. A th?ory vhich the "¢hild can never know'in the way a chlld ' -
can know the criferia which is realised in visible pedagogy. Play 1mp11es‘
N potentlally all-embracing theory, for it covers nearly all if not all

the child's doing and not doing. As a consequence, a very dong chaln of
inference has to be set up to connect the theory wrth any one ekamplar

(a "deing" or a "not doing"): The theory gives rise. to 3 total - but in--
visible - surv‘iilance of the child, because it relates, his inner dispo-
sition to all hlS etternal acts. The "spontaneity" of the child is fil-
tered througn this survelllance ahd then 1mplzcltly sha%ed accordlng to

1nterpretaf§on, evaluation and dlagn051s.
(] 1]

-
)

- . - -




3. Both the Means and énds of play are multiﬁle 4nd change with time.
Because of this,\ghe stlmull,must be, on the whole, hlghly abstract,-
availaBle to.be contextuallsed Jby tbe child; and so the unique doing of
dagh ch4ild, is facilitated. ;ndeed, play encourages each chlld to make his
.gwn mark. Sometimes, howéver, the stlmulus may be very palpable when the
chlld 1slan1ted to feel a . leaf, or plece of velour, but what is expected
is. a unlgué response of {he child to his own sensatlon. What id the code
for reading the marks; a code:- tHe Chlld can never know; but implicitly K
‘acqulres. How does-he do this? . * .
4, The soc1a1 basis of thlS theory of play is not an 1nd101dua11sed act,
but a personallsed agt; - not strongly, framed, but weakly framed encounters.
Its secial structure maf'be charactexised as one “of overt personallsed
organlc solifarity, but covert mechanical solidarity. Visible pddagogies
create social structures which may be characterlsed as covert individual- .:
1sed sYrganic solidarity and overt mechanlcal solidarity. (See later, '
discussion.) ‘ . rlo- .
5. In essence, play is wgrk,and work is play. We can begin to see here
the class origlns of the theory. For the working class, work ang play are
veryastrongly classified and framed . foxr certain subigroups of the middle.°
class, work and play axre weakly c? aSS1f1ed and weakly, Pramed. For these
sub-groups, no stri'ct qine’ may be drawn between.work and play. Work -
carrles what is often called Q;ntrlnslc" satlsfactlons, and therefore is
not conflned to one context. However from another p01nt of V1ew, work
. offers the opportunity of symbollc narcissism whlch eOmblnes 1nner’ .
. pleasurc and. suter *prestige. Work for certain oub groups of the middle
clasu is a personallsed act 1n a prlvatised soclal structure. These p01nts
Twill be déveloped ater. - . . . -
“) . L > .

Theorles of Learnlng and Inv;slble Pedagogx

*

We »are now in a pOS1tlon,to analyse the DrlnC1ples underlying the o
. selectlon of theorles of learnlng which' 1nv1sible pre- school/lnfant school
‘ pedagogies will adopt. Such pedagogies will adopt any theory of learning’
vwhich has the fofloW1ng characterlstlcs. » .

1. The theories in general will be seeklng unlversals and thus are 1ike-
ly to be developmental and concerned W1th sequence. A particular context‘
of 1earn1ng 1s only of 1nterest inta8. much as it throws light on a "
sSequence, Such theories are likely to have a strong biological baS1s.

2, Learnlng is a pacit, invigible act, its progression is npt facili-
tated by.explicit public control! L .

3. The theories will tend -to abstract the child!s personal blography
and local context from his' culthral bioggraphy and institutional context.

A § T S
8
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- 4, In a sense, the theories see,socialisers’ as potentially, if not

S Sy o v . . . . .
“}mposrtlon and accomodation replaces domination, ~ * .

actually, dangerous, as they embody an adult focns@d therefore reiﬁied

.concept of the socialised. Exemplary models are relatlvely unimpor tant ) ’

and so the various thecries in different ways point towardss implicit
rather than e&leClt hlerarchlcal social relatlonshlps. Inﬂeed, the;im- )

posrng exemplar is transformed intvo a facllltator. . ’

3
5.  Thus the theories ¢an be seen as 1nterrupters of cultural reproductlon

and therefore have been cons;dered by some as progressive oxr even revolu-
tlonary. Notlons of chlld’ tlme replace notions of adulits time,. notions ) e
of child's space replace notions of adult's space; faciditation replaces

¢

— .

We now give a group of theories, which despite many differences ful-
f111 at a most abstract level all or nearly‘'all of the flve condltlons

given previously:™ . - ‘ ‘ , . T .
) Piaget 1.2 3 4 5, .
: . Freud ° 1723 4 57 .
Chomsky, d 2 3 4 5 ’
_ Ethological - .. v
‘ - . theories of . . . L. :
) . critical learning 1,2 % 4 5 . BN )
‘- Gestalt 2 34 5 ' T,

What is of .interest is that these theories form rather a strange, fT.nct
contradictory group. They are often belected to JustlfJ a speclflc ele-
ment of the pedagogy. They form in a way the theology of the 1nfant
school. . We can see hoy the crucial concept of play and the subordlnate
concepts of readiness and dojng fit well with the above theories. We
can also note how the znV1s1b111ty of the pedagogy fits witly the 1nV1s1b1e Ny
tacit act of learning. We can also see that the pre school/lnfant school v
movement from one puint of view is a progressive, revolutionary, colon1S1ng ‘,
movement in its relationships to parents, and in,its relationship to edu«+’
cational levels above itself, It is antagonistic for different reasons
40 middle-class and working-class families, for both create a deformation
of the child. It is antagonistic to educational levels above itself,
because of its fundamental opposmtlon td their concepts' of 1earn1ng and
social xelationships. We ¢an note here that as a result the Chlld is
abstracted from his family and his' future educatlonal contexts. ) :
of central 1mportance is that this pedagogy bdbrings t\gether two
groups ‘of ed atlonlsts who are. at the extremes of the educational hlerar—
chy, infant school teachers' and wniversity teachers and researchers. The
consequence has been to ‘professionalise and raise the status of the pre-
school/infant_school teacher; a status not baséd upon a specific .. |
. . . . ! p) LI

12 -~ ‘ L

. .

-4




.:A

competence, a staiug based upon a weak educational 1dent1ty (no subaect)
The status of the teachers from this point of 'view is baséd upon a dlffuse, ’

taclt,‘symbollc “control which is legitimised by a closed expllclt 1deology, .
the essence of weak class1flcatlon and weak frames,, - ; »

0.,

o

s - g

Glass and: the Invisible Pedagogy ) ' -

> = ‘0“ . - . * ‘\A
Trom our previous dlscuss1on, ve can abstract the lollow}ng.
LT = The 1nv1s1ble pedagogy is an inkerrupter system, bcth in relatlon
JB‘ . " o the famlly and in its relation_ o other leyels of the educa- )

s tional hierarchy: - .

. -2._ It transforms the privatised social structures and cultural con-
texts of visidble pedagogies into a persorplised social structure
and personalised cultural contexts. ‘

3. TImplicit nurture reveals unlque nature. .
‘The questlon is what is it interrupting?' The 1nv1s1ble pedagogy was
first .jnstitutionalised in the private sector for a fractlon of the middle

g class - the.ew middle-class (see note II). If the 1deolog1es of the old
d mlddle class were 1nst1tutlonal1ued Tm—the yuuxic~school)_and_ihrougg hem
i - into the grammax . schools, so the Ldeclogy of the new middle class was first
o lnstltutlonallsed 1n private pre- schools, then prlvate/publlc secondary )
‘ schools, and flnally intg the state system, at the level of the ‘infant
%5‘ . . 8school. Thus the conflict between vxsmble and 1nv1s1ble pedagogles, from
) o .this point of* view, hetween strong and Weak.class1l1catlon and frames, is ..
SN an.ldeologlcal conflict w1th1n thé mlqdle class. The 1deolog1es of edu- ...i”
- . catldn are still the 1deolog1es of class. The old mlddle class were domes-
e tlcated through the strong class1f catlon andﬁframes of the famlly and’ i f,
3/7 "+ public school s, whic ttempted “often very succesfully, cultural repro- “'.:
T ductlon. But vhat SGClal type “was roproduced9 ) ‘ v
Rx VY ' Wc kngw that everg industrialised socigty produces organic solldarlty

Now Durkhelm,lt ‘seeins to me, was concerned with dnly one form of such |
solidarity -s the form whlch created 1nd1vmduallsm. Durkheim was 1nterested .
rn_tbe vmcrssltudes of the types as their‘ﬁlassmflcatlon and framing—were T
. no ‘longer,, or only. weakly, morally integrated, or when.the 1ndiw1dual's - .
- ) relation tuv the class1f1catlon and frames underwent a change.* HlS analysis ." .
T .is ‘based -upon the old middle class. He did.rot foresee, although his con-,
ceptual procedures make this possible, a form of organlc solldarlty based.
upqn weak classification and weak frames; +that is, a‘form of solldarlty
de eloped by the new middle class. Durkhelm's'organlc solldar;ty refers
on to 1nd1v1duals in prlvat}sedrclass relationshlps, the second form pf " .
organlc solldarlty refers te¢ persons in prlvatlsed class relatlonshlps.
The second ﬁorm oi.organlctsolldar;ty celebrates the.apparent release,

- .
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not of the individual but of the ‘persons and new forms af sociallcontrgl.
(See Note III.) Thus, we can dlstlngulsh 1nd1v1duallsed and personallsed

. forms of organic solidarity w1th1n the mlddle class, each with thelr own
distinctive and conflicting 1deolog1es and each with thelr own distinctive

and confllctlng forms of socialisation and - symbollc reality. These two

_forms arise-out «of developments of the” d1v1slon of labour w1th1n class

socletles. Durkheim?®s 1nd1v1dua11sed organic solldarlty developed out of
ﬁhe 1ncreas1ng complexity of the economlc division of labour; personalused

- organic solidarity it is ‘suggested, develops ouf of increases in the com-

t plexity'of‘the'division of labour, of cultural or symbollc cantrol whlch

the- “new middle class. have. approprlated The new middle class is an in-
terrupter system,_clearly not of class relationships but of the form of‘ ‘
their‘reproducticﬁ. In Bourdiew!s terms, there has been a change in o3

thabltus, but not in function., This change in habitus has had far reaching‘

effects on the selective institutionalisation of symbolic codes and codings

in the areas of sex, aesthetics, and upon preparing. and repairing agencies,

such as the family, school, and mental hospdtals. In a11 these areas there
has been a shift towards weak class1f1catbon and frames (see.Note Iv).
Thla confllct within the middle class is realised sharply 1n dlfferent :

patterns of the socialisation oi the young. —In bub uru—m&édle—n1ass

soc1a11satlon is into strong classification and strong framing, where the
boundarles convey tacitly critical condensed messages., In the new middle
class, soclallsatzon is inte Weak classification and weak frames, which
promote through the expllcltness of the communication code, far greater
ambiguity "and drives this class to make visible,the idzology of its ) -
socialisatiocnj crucial to this ideology is the concept of the gerson not
of the individval. Whereas the concept of the 1ud1v1dua1 leads to spe—
cific, unamblguous role 1dent1t1es and relatively xnflex1b1e rol: perforh-

ances, the concept of the person leads to ambiguous personal fdentity and

_flex1b1e role performances, Both the old and the new mlddle class draw

upon biological theories, but ofvery dlfferent types. The old middle , -
c1ass held theories which generated blologlcally fixed types, where

varlety of the type constltuted a threat to cu1tura1 reproductlon. The -

-merltccracy For the old middle class, variety must be severely reduced

eymiddle class also hold theories which emphasize a fixed biological
tjpe, but they also hold that thejtype is capable of great variety. This,
in essence, is a theory which p01nt§ towards soc1a1 mobility - towards.a‘’-...

in order to ensure cu1tura1 reproduction; for the new middle c1ass, the ’

varlety must be encouragedq;n order tn ensure interruption. Reprodgctlun

and 1nterruptlou are created by variations in the strength of classlflca-//
tions and frames (See the V). As thesé weaken, S0 the soc1a11sat10n
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- encourages morc uf the socialised to become v1s1b1e his uniqueness to be
made manifest. Such sccialisaticn is deeply penetrating, more total as
the surveillance becomes more invisible. . This is the basis of control

which‘creates personalised organic solidarity. Thus the forms of sociali-

_ sation within these two conflicting fractions of the middle class are the
orlglhs of the visible and 1nv1s1ble pedagogies of "the school. We have a
homologue between the 1nterruptlon of the new middle class of the repro-
duction of the o0ld and the interruption of the new educdtional pedagogy
of the reprcduction of the old; between the conflict within “the middle
c¢lass and the. conflict between the two‘pedagogies. yet it is the conflict
between and 1nterruptlon of forms of transmlsglon of class relatlonshlps.

This p01nt we will now develop. The new middle class, like the proponents .
of the invisible pedagogy, are caught in a contradlctlon' for their theories

are at variance with their objective class relatlonshrp. A deep-rooted
amblvarence is the ambience of: this group. On the one hand, they stand’
for variety against inflexiIbilify, eXpression against repression, the
inter- perSonal against the inter-positional; on the other hand, there is’
the grim obduracy of the ‘division of labour and of the naxriow pathways
~to its posltlons of power and prestige, Under individualised organlc
_Solidarity, property has an essentlally physlcal nature; however, with

the develcopment of personalised orgamic solxdarlty, although property in
the physical sense remains crucial, it has heen partly psychologised and

. appears in the -form_of ownership of valued skllls made available ind edu-

cational 1nst1tutlons. Thus, if the new middle class 1s to repeat 1ts
position in c¢he class’ structure, then approprlate secondary soclallsatlon
. intoe or1v11eged education becomes cruclalr But .as the’ relation between
edueation and cvccupation becomes more direct and closer in time then the
classifications and frames increase in strength. Thus the new middle
class take up some amblvalent enthuglasm for the invisible pedagogy for °
the early 8001allsatlon of the cﬁ@ld but settle for the visible .pedagogy
of “the secondary school. And i¥ %ill continue to do this until the v
unmvers1vy moves to a weaker classlflcatlon and a weaker framlng of 1ts
principles of .transmission and’ ‘selectiun, On the other hand ‘they are

‘ among the leaders «f the movement to instituticnalise the 1nv131b1e peda-

gogy in state pre-schools and often for its colonisation of the prlmary
" school and further extenslon 1nto the secondary school. . And this can be

"

»

.done with cunfidence, fox the seoona”ry—*-hool—zs-likelv—te—prcv*ﬂe both

visible and invisible pedagogies.. The former foZ the middle class and the o
. . .latter for the working class. : S . -,
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The Class Assumptions of the InviSible.Pedagogy

We can now begin to see that because the invisible pedagogy had its

origins within a fraction vf the middle class, it presupposes a relatively .
‘#long educational life. Inherent within this pedagogy is a concept of
time'— middle’class time. O0f equal significance because it originates.
wrthln ‘the middle class, it presupposes a communlcatlon code (an elaburate
code) which orientates the child carly towards the slgnlflcance of rela-,
tively complex independent meanings, whethexr these are in the form of
speech or of writing. Thus. the development of specific educatlonal com-
petencies can either be delayed bécause of the longer educatlonal 11fe,

cr the child will achieve them early because of the focus of the communi-
ication code. DBut this does not complete the class assumptions of the in-
visible pedagougy. We have so faf'suggested two: a long educational llfe, )
and an elaborated code. There is_a tiMrd. =~ . : R ‘ s

A Tbe shift from 1nd1v1duallsed to personallsed organlc solidabeity .

changes the structure of family relationships and in particular the role

of the woman, in the socialising of the cbild Historically, under indi-
‘v1duallsed organlc solldarlty, the mother is 1mportant neither as a trans-
mltter of physleal noxr of symbolle_property She is almost totally ab-
stracted. from the means, of reproduetion of either physical or symbolic pro-
perty. The control of the children is delegated to others (nanny, gover—
ness, tutor) Che is essentlally a domestfc admlnlstrator and it follows
,that .she can be a model only for her daughter.. She was often capable of
'cultural reproductlon, for she often possessed a sénsltlve awareness of the

>

~

'lllterauure of the pexrdod. This conce“t of the.abStracted maternal‘functlon
] reappears perhaps in the congept of the pre-school assistant as a baby
mlnderg and the guverness as t teacher of elementary competen01es. Thus“ )
1nd1v1dua11sed organic solidarity might generate two’ models for the pre-'
school or 1nfant school: . '
1. The abstracted mother 2 nanny = baby mindex . -’a o
B 2. The governess . ? teacher of elementary comgetencies
— Under personalised organic solidarity, the role of the mother in the °
" rearing of her children undergoes a gualitative change. As we have noted
earlier, with"such solidarity, property has been'partli psychologised and

it arises oul of forms of’interaction - forms of communication - which

are initlated and developed and focuged by the mother very early in the
child¥s 1ife. " Thus the motnez'%nder*pmrsonalised~organie~sel&darity is
transformed intov a powerful and crucial. agent of cultural reproduction

w .who provides access to symbclic forms and who shapes the disposition of
“ .  her chlldren S0 that they are better able to exploit the posslbllltles .
of‘educatlon. This as we move from 1nd1v1dual;sed to_ personalised organlc'é .
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.. solldarlty sv the woman is transformed fron an agent of physical repro-

* . duction to an agent of cultuxal reproduction. There 1s, “however, ‘a con-
tradiction within her structural relationships. Uullke the mother in a
situation of individualised solidarity, she is unable to get away from hex
children. For the weak clacsification and weak frames of hervchild;rearing.
firmly anchor her to her children; for her interaction and surveillance .

‘1s totally demanding and, at the same timg, her own soclallsatlon into both
a personal and occupatlonal 1dent1tv points her avay from the famlly
These tensions can be partly ‘resolved by placlng the child early in a pre=
school which faithfully reproduces the ambience for her own child-rearing.
Thus the middle- class mother in a context of oersonallsed organlc soli-
darlty proviiles the model for the pre- -school infant school teacher. The
pre-schocl, however, amplifies the messages, and wishes to extend them in

" time. Here we can see a second contradiction, for such an ampliflcatlon

brings the middle-class mother and the school into confllct The .public

‘Aexamrnatlon.systfm is based upon a visible pedaéogy as it is reallsed
. through strong ClaSSlflcatlon and strong frames. . It is this pedagogy o
Whlch transmits symbollc pruperty. If access to visible pedagogy is de- °
. lay%d tov “long, “then eyamlnatlun success may be consldered to be 1n darger

~  Ve-hawe now made expllclt three assumptlons undexrlying the 1nV1s1ble
ﬁedagogy There is a fourth. The size of the class of pupils is llkely-

—- -te Dbe-small and the.teacher pupll ratlo ‘very iavourable. _ e
. R AP % v yresupposes a middle-class conception of educatlonal time.
- 2. It presupposes an elaborated code of oommunlcatlon.

N j?“ 1t presupposes a mlddle class meother who_is an agent of cultural
et "+, reproduction. T ‘ ) o
- “ “4 It presupposes a small class oi pupils.
. Thus the social slgnlflcance of the invisible pedagogy w1ll be cruclally

different accordlng to the social class of.the child. e

. " We started this section by abstractlng the following polnts ﬂrom

ouxr 1n1tr;lldlscussron_oﬁﬂthe—&nyasable—pedagogy""—~
1. The 1nv1s1ble pedagogy is an interrupter svstem both in relatlon .

to thu home and in relation to_other levels of 'the educational

. . * . P
9 ! ‘\,

" hierarchy. : . o
2. It transforms the privatised soclal structure and cultural con- ’
* -tents of V1s1ble pedagogles into a personalised social structure

‘ -
.

and personalised cultural contexts. '
- ! 3. It believes that implicit nurture reveals unlque nature.
. ) We have argued that this pedagogy is one of the realisations of the ﬂt‘
confllct between the old and the new mlddle class which in turn has '
its soclal basis in the two dlfferent forms of organlc solldarity,‘

.
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é;f‘, 71nd1vrduallsed and perscnalised; that these¢ two forms of solidgrify o
. arise out of dlfferences#Enrzﬂerrelatlon to the division of labour within
the middle class° .that the movement from 1nd1v1dua11sed to personallsed
- 1nterrupts the form of the reproduction of class relationships; that
- ‘such an interruption gives rise to different ffrns of prlmarz soclallsa-
tion within the middle class; that the form oF primary soclallsatlon
*within the middle class is the model for prlmary socialisation into the
Asghool that there are eontradlctlons within personallsed organic soli-
darlty which create deeply felt ambiguities; as a consequence, the out-

comes of the form of the socialisation are less certain. The contemporary .

new middle class is unique for in the socialisation of their joung is a
~sharp and penetrating contradiction between ahsubgectlve personal identity
‘and an objective privatised identity; Dbetween the release- of the person '
and. the hierarchy of class. T
Whereas it is possible for school and wniversity to change the bas1s
of . its : olidarity from individualistic to personallsed, i.es to relar its

-

classification.and frames, it is more dlfflcult for those agen01e§ to .
change thelr pr1vat1s1ng function, i.e. the creation of knowledge as pri-

. -.vate property. It. by no means follows that a shift to ﬁersonallsed or- .

ganic solldarlty will change the privatising functlon, Indeed, even the

“..'.Shlft in . the form of solidarity is more likely to occur in that part of

4 the educational systen which either. createsﬁno prlvate pro“‘"%y, as rn the ’

vase of the education of the lower worklng class, or in the education of

the very young. We are then left with the-conclus;on that the maaor

effects of this change in .solidarity will be in the areas of condensed

*". communication (sex, art, style) and in "the fqrm of social control (from ..
explicit %o implici_t). . o . ‘ '
4 Iransition o School - I S e )
.- .a) Class Oulture Power and Conflrct RN .

av .

o The shlft from visible to 1nﬁ1s1b1e pedagogles at the pre— and
) prlmary levels of education changes the relationships between the fanlly
'*and the school., We have already noted the ambmguous attitude of the .
. middle class to such a shift. 1In the gase of the working class, the

. .change 1s moXe radlcal . The weak classmflcatlon and the weak framing
cof the invisible pedagogy potentlally makes possible.the inclusion of
- the ‘culture of the family and the community. Mus the ex :perience of the
~Chlld and his everyday world, could be psyohologlcally active in the Ly
classroom, and if this were to be the case, then the school would 1egit1—
mise:rather than re ject the class culture -of the fanﬁly. In as much as

A
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e the pas 1n5Ao14Lhcrknuwledgg_jp be_transmltted is relaxed and the emphasls
‘upon early attalnment of.sﬁeclflc competencies is reduced, then the pxro-
gression is less marked by imiddle-class assumptions. In the case of
visible oedagogles early reading and especrally writing is essentaal
Once the child, can read and write such acts free the teacher; but of more
‘1mportance, once the child can read he can be glven a book and once he
‘ is given 2 book he is well on the way to managlng the role of the solitary
R prlvatlsed educaticnal relationship. The book is the preparation ror ‘
recelrlng the past realised in the text book. And the text book in turn
tacitly transmits tge ideoclugy of the collection code, for it epitomises
~ strong classification and strong frames. Tﬁe text book orders knowledge
according to an explicit progression: it provides explicit criteria, it
. removev uncertainties and announces hierarchy. It‘gives the child an ;
immediate index uf where he stands in relation to others in the progresslon.

e

It is therefore a silent medium for creating competltlve relatlonshlps. T

,

. Thus socialisation into ‘the textbook is a critical step towards socialisa~
‘ tlon into the collecclon code. The stronger the ‘collection code, that is
the stronger c1ass1flcat1un ana frames, the greater the emphasis on early
. readlng and wrltlng._ The middle-class child is prepared for this emphasis,
put not so in the case of the working-class child. The weakening of
classification and frames reduces the significance of the textbook and -
transferms the 1mpersona1 past 1nto a personalised present. It would
_ appear thai the invisible pedagogy carries a beneficial potential for
worklng—class children. , However, because the form we are discussing has
its origins in a fraction of the middle class, thls potentlal may not be

actualised. . - N : - -
______,,,....a-—»\w-r“ o
. . Phis point we will now dev urcna%hevynnzrtﬂof'v1ew of working- °

*““**;'“ cIEss parents, the vislble pedagogy - of thg .collection code at the prlmary

: . level isg lmmedlately understandable. The baslc _competencies which it 1s

. transmlttlng of reading, writing and countlng, in an ordered expllcit
"sequence, make sense. The failures of the children, are “the chlldren's P
failures, not the school's, for the-school 1s apparently carrylng out 1ts -
funetion impersonally. The school's form of social control does not ’
interfere with the soclal control of the family. The infant school
teacher will not necessarlly have high status, .as the competencies she
ig transmitting are, in prlnclple, possible also for the mother. In thls -
sense there is symbollc contlnulty (or rather extension) between the '
working- class home and the schuol. However, in the case of the invisible
pedago y, there is posslbly 3 sharp discontinuity. The competeﬁcles’and .
their progression disappear, the form ' scdcial control may well be at’

o varlance with the hume. The theory of the invisible pedagogy may not be

.




known by the mother or be imperfectly understood. The lack of stress on
competencies may render the child a'less effective (ﬁseful) member of the
family, e.g. running errands, etc. However, there is a more fundamental
source of tension. _The an1s1ble pedagogy contains a dlfferent theory of
transmission and a new technology, which views the mother's own informal
teaching, where it occurs, or the mother's pedagogical values,. as irrele-
vant if not downright harmful. There are new reading schemes, new mathe-
matlcs replace arithmetic, an expressive aesthetic style replaces one whlch
aims at facsimile. If the mother is to be helpful, she must be resoc1al-
sed or kept ouvt of the ua If 1t is the former or the latter, then the
power relatlonshlps have changed between home and school for the teacher j
‘Mas the power and the pother is as much a pupil as the'pupil. This in
" turn may disturbd the authority relationships within the home: +this dis-
ro turbance is further facilitated by the use of lmpllclt forms of soclal
¢ontrol of ‘the school. Even if the pedagogy draws its contents from the
class culture, basic forms of diseontinuity still exist. If the mother
wishes to understand the theory of the invisible pedagogy, then she.may
well find herself at the mercy of complex theories of child development.
Indeed”\whlchever way the working- class mother turns, the teacher has the i
powexr: although the mother may -well be deeply susplclous of the whole .
- ambience. (1) ‘\“\\\ - '

Where, as in the case of the visible pedagogy there are, for the .
working class, relatlve to the middle class, implicit forms of dlscon—
tinuity ‘and explicit forms of 1nequallty_;nwthe—shape“f” he holding

___“ﬂ_pgyerloﬁfthe~school’over its teachers, the size of class and. posS1bly
N streaming, in the case of the invisible pedagogy, there is also an‘*\ -
« explicit symbollc discontinuity whlch may well go with- 1nequa11t1es in .
proV1slon and quallty of teachlng staff, The teacher also has difficult- .
1es, becguse the invisible pedagogy presupposes a partlcular form of

maternal primary socialisation and a small class of pupils and a partlcu— .
. lar archltecture. Where these are absent, the teacher may well find great e
N dlfflculty Ideally, the 1nV1s1ble pedagogy frees the teacher so that 1
time is available for amelloratlng the dlfflculties of any one chlld,
“put 1f the class is large, the socialisation, from the point of view of
. the school, 1nadequate, the architecture 1nappropr1ate, then such 1nd1- ' “
vidual assistance becomes infrequent and problematlc. Here again we can .‘*
- see” that such a pedagogy, if it is to be successfully 1mplemented in its .
own terms, necessarlly requires mlnlmally the same physical condltlons

» N - N

1) This does not mean that all teachers wish to have the power or use it,
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of the middle-class school. It is ‘an expensive pedagogy because it is
derived from an expensive class: the middle class. R S s
~ From the p01nt of view of the middle class, there is at least an 1n- L
tellectual understanding of the' invisible pedagogy if’ not always an
‘ acceptance of its values and practice. Further, if the‘mlddle-class
chlld is not obtaining the basic competencies at the rate the mother ex-
pects, an educatlonal support system can be organised through private
coachlng or through the mothert!s own efforts. The power relationship, g,
¢ between the middle-class mother and the teacher are less tlpped in favour
of the teacher. Flnally, the middle-class mother always has the choice of '
the private school or of movang near a state school of her choice. ’
However, because of the middle=-class mother!s concept of the functlon of
secondary education, she is likely to -be anxious about the acquisition of
basic competencies and thls w111 bring her into confllct with the school
at some point. N
_Finally,, in as much as age and sex statuses within the family are
strongly classified and ritualised, then it is likely that the acquisition,
progression and evaluation of competencies obtained within the school will

become part of the markers of age and sex status wﬂ%hln the famlly. Yo —
t conee th h
.example, there is a radlcal change 1n—E§g_§,é§BS—an&» Pt of e ¢ 11d

when he is transfox <n%e—a"pﬁ§iif_ Now %o the extent that the infant/’ T
,~priﬁif?’gcﬁooi—zgzifgi:lut111se age and sex as allocating categorles T
either for the acquisition and progression of competence or for the "allo-
cation of gupli§“tc§groups and spaces, then the schopol is weakenlng the
functlon of these_categories in the family and commun;ty. V1s1b1e peda-
gogles not only reinforce age. and sex classification, they also provide
markers for progre891on within them. Inv1s1b1e pedagogles are 11ke}y to
weaken such classmflcatlons and in as much as they do thls they ﬁf§ﬁ§$o;a

the concept of the Chlld ~an{l the concepts of age and sex status.

powess

&) Class,'Pedagogz and Evaluation

. Interesting questions arise ovep the system of evaluatlng the puplIS.
_Where the pedagogy is wisible an "obaective" grid exists for the evaluation
of. the pupils in the form of (a) cledr criteria and (b) a delicate measure-
ment procedure. The child receives a grade or its equlvelent for any s
ralued pegformancel Further, where the pedagogy is yiéiblé, it is likely
to be standardized and so schools are directly comparable as to their
successes and failures. The profiIe of the pupil may. be obtained by 3o,
looking across his\grades. The iupil knows where he is, the teacher '
knows where -he 1s ana\eo do the parents. The parents, have a yardstick
for comparing schools qwbei\chlldren change schools. they can be sLotted
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into place according to their academic profile. Turther, it is difficuLQ‘

£or -the -parent to argue about the profile for it is tobjective®,’ Clearly, -
there are subjective elements in the grading of the children, but these )
. are masked by the apparent objectivity of the grid. In the case of in-’
visible pedagogies, no such grid exists. The evaluation procedures are
multiple, diffuse and not easily subject to apparently precise measure -
ment. This makes comparlson between pupils complex and also comparlsons
between schools. (1) Tirstly, the invisible pedagogy does not give rise
to progression of a groug, but is ‘vased upon progression of a person.
Secondly, there is likely to be considerable variation between 1nfant/
pre~school groups, within the general form of the pedagogy. There is 1leéss
difficulty in slotting a child into a new school because’ there 1s no ex-
plicit slot for him. Thus the mother is less able to diagnose the chlld‘s
progress and gs a consequence she cannot prOV1de speclflc educational = . - ——

support. She would be forced jnto providing a ‘edﬁcaﬁfcnal mllleu
in the home and this she'gay;gnlyfbe“aﬁIe‘%c‘E;gzie:::had fully inter-

. ‘na11se_,jhe—anvrs‘ﬁi'—ﬁedagogy's theoretical basis. AS we have previously
argued, this is less likely to be the case where the. parents are working

Aii;-yﬁcnass. Thus these Darents are cut off from the evaluation of thelr
child's progress. More, they are forced to accept what the teacher counts

as progress.c ! < ) -
Because an apparently obgectlve,grld exlsts for the evaluation of
" the v1s1b1e pedagogies, then this grid acts se1ect1ve1y on those disposi~ :f

tions of the child which bedome. candldates for labelling by the teacher.
Clearly motlvatlon and 1n5erest are probably relevant to any pedagpgy,

‘but thedir s;gnlflcance will vary with the pedagogy, and certalnly thelr*

. consequences. In the case of visible pedagogies, the behaV1our of the
child is focused on the teacher so that, in +his case, attentiveness to,
co-cperatlon with, the teacher become“;elevant perS1stence and varefulx

., --ness are also valued by‘jhe.teachei:A Further, it is possible for there -
to.be a conflict between the.child's academic profile and the teacher's ‘
evaluation of his attitudes and motlvathn.. These obﬁectlve and subjec- . )
.tlve criteria may have different consequenc\s for dlfferent class groups —
of puplls. Either. cr;ter;a, irrespective’ of their validity, are 11ke1y
£0 be understood by worklng class parents. In the case of 1nV1srb1e -

. pedagogy, as mare of the Chlld ig made avallable, and, because of the ° " -
theory which guides inte, pretatlonh‘dlagnOS1s and evaluatlon, a,dlfferent -
class of acts and dispositions of, “the child become' relevant. In the case
of visidle pedagogles we have argued that the attention\bf the chlld—is

Kl
1). Paradoxically, this S1tuatlon carrles a potential for 1ncreasing
competltlveness. ) . < -
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hPécasgd—oé—44y;—beaehe£+——hewever, in~%ﬁé~case~efﬂinvisibie Qedagogies th;'

St _ attention of the teacher is focuced on the whole child: in its total . =~
doing and "not duing". This can lead to discrepancies between the’ teacher ..
and parents"view of the child unless the parents shaps the teacher!s

theory. Indeed, it is possible that the dispositions and acts which ake

s

. subgect to evaluatlon by the teacher may be considered by some parents as
irrelevant or 1ntrus1ve or lnaccurate ar all three. Where this occurs
Ca, ) the child's behavxour is being shaped by conflicting criteria. From the

point of view of the teacher, the child becomes an innovating message to
the home. The invisible pédagogy is not only an interrupté¥ system in the
context of educational praétice, but it alsc transforms the child, under ‘
certain conditions, into an imnovating message to the family. T
This-pedegogy 15 TiKely 1o lead to a change in the school's proce-
dures of evaluation, both objective and subjective. Where the pedagogy
is vikible, .there is a profile which consists of the grading of specific
competencies and a profile which consists of the grading of the child's
motlvatloﬁ and work attitudes. It is likely that the latter will consxst
~ of rather short, somevhat ste"zotyped unexplicated judgements. In the
.~ case of invisible pedagogies, these h gh}y ‘condensed, uhexplicated but
public judgements afe‘likely to be replaced by something resembling a
ﬁdOSSieT which will range acrﬁss a wid? variety of the child'!s internal
processes and states and hls external Jacts. Further, the ponnectibn
between inner and outer is likely t9 3@ made explicit. In other words,
there is llkely to be an expllclt ela oratedTaccount of the relatlonshlp
between the child'!s internal states and his acts, It is now possible
that the school will have a prbblem ol secrecy. How™much is to go into
the dossier,: where is iz to be kept, ﬁow much of and in vhat way is its
- contents to be made available to parents or’to othérs in thé school and
~ 'outSLde of itY? Thus invisible pedaglees_may also generate covert and
overt forms and contents of evaluativun. éucb a uystem of evaluation
1ncreases the power of the teacher to the extent that its underlying
. theory is not shared by parents and even when it is, 'shared.
) Finally, the major analysis 1n this sec;;on has been of iflealised
pedagogies. If, however the argument is correct, thax there may be a
‘d1SJunctlon in the forms of socialisation between px imary and secondary
stages, or between secondary and tertiary stages, th behind weak, classi-
) flcatlon and. weak frames may well be strong classxflcatmon and strong
. frames. Thus we can have a situation where strong Cs and Fs follow weak
Cs'and Ts, or whape weak Cs and Fs follow strong Cs and Pg\agg possibly,
* in the case of the training of infant school teachers in Englagd. It o

et 1s lmportant not only to understan& continuity in the _strenkth o
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classxflcatlun{and‘fra::f;*ngﬂil§g,das¢uﬁ6%1on and when the disjunction
occurs. It ;_is more-th 1 ely that if we examine empiriéw&ly invisible
.albeit with relat;vely weak frames. It becomes a matter of some 1mportance

which stand in a figure-ground relation to each other. We need to know
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pedagogles ve shall find to dvfferent degrees a stress on the transmission
of SBelelC 1SUlated competenzies., Thus the "hidden curriculum" of in-
v1S1blg pedagugies may well be, embryonlcally, strong claSS1f1cat10n,

to .find out viichwchildren of groups of ®hildren are partitularly respon- -
sive to this "hidden curriculum". For some children may come to see br be
led to see that there are two transm1ss1ons, cne overt, the other covert,

for which teachers, and for which children, what 1s the figure and what'

is the ground. Specifically, will friddle-class children respond to the
latent‘visiﬁle pegagogy, or are they more 1ike1y\to,be selectqg as re-
ceivers? Will luwer working-class children respond more to the invisible
pedagogy vx receive a weaker form of the transmission of visible pedagogy?
The "hidden cuiriculum" of invisibvle pedagogles may well bé a visible
petlagogy. . However, the outcomes of the imbedding of one pedagogy 1n theck
other are likely'.to be different than in the case of the transmlsslon of -
any one pedagogy. From a more thnoretlcal standp01nt the cruclal compo-
nent of visible pedagegy is the strength of its claSS1f1cat10n, for in the
last analysis, it is this which creates vhat _counts as valued property, -
and also in“bu duing xregulates mental structures. Frame strength regklates
the modality of the soclallsatlon into the classification. 1In the micro-
cosm cf the nursery or infant class,.we can see embryonlcally uhe new
forms of transmission of ¢lass ielatlonshlps.

Let us take a concrete w:xample to illustrate the above speculatlon.

An infant school teacher in England may experience’the following conaupgh
tions or disjunctiong in her socilalisation:

1. -Between soclalluat1on in the famlly and betweén prlmary and
uecondarv school. .-

2.# Between secundary .school and teacher uralnlng. The higher the
quallflcatlons requirsd by the college of education, the more
11ke1y that the socialisation’ in the later years of the gecondary
schooX will be through strong classificatioh and frames. On tha
other hand, the socialisdtion into the college of education may

-, well be into plaSS1flcat;gn~and frames of”varylng strengths. o

* A

N - .
ks b . . -~ .
Transition between Stages of Educaticn - . L -

We have examined aspects of, the transition to school; there is also
the question of tranqi%ion between stages of educa*ion, from pre—schobl
to primary, from primary to secondary. ZThese transitions between stages

«

aregparked by three inter-related features: . ..




1. An 1ncruaacl1n the strength of class1f1catlon and frames (initiaz

. tion into the collectlve code). \ ’ .
T 2. 4n increase in the range of different® teacners,”’that is, the,
- pupll is madeaware of the 1nsulat10ns within the division of

labour. He also learns that the prrnclple of authorlty transcends
‘theoina1v1duals who hdld it, for as teachers/subgects change hlS
role remains the same. - g :
De The weak class1f1catlon and frames of the invisible pedagogy
. emphasizes the. importance of ways of knOWﬁng, of constructlng
“ problems, whereas the strong classification and frames of visible
‘ gedagogles empha states of knowledge and received problems.
Thus there is a exuclal change in what counts as having knowledge, in what ’
counts as a legltlmabe reallsatlon of that knowledge and in the social -
context., '

Thus' the shy”t ‘from 1nv131ble to visible pedagogies 1n gne phrase is
a change in code, a change in the principles of relation and evaluatlon
whether these are principles of knowledge, of soclal relatlonshlps, of
practlces, of property, of identity. ) ' i .

It is llkely'that thls change of code will be more effectlvely made\ -
(despite the dlfflcultles) by the new middle class chlldren as their own .

q soclallsat%on within the family.contains both coles —ééhe code whigh creates'
the manifestation of the pers.n and the code which creéates private property.
IMurther, as wve have argued elsewhere, it is more likely that the worklng

_class children will experience continuity in cude between stages of educa-‘
tion. The class bias pf the collection code (which creates a v131ble C e
J .pedaglgy) may make such a transmission dlfflcult for them to receive and .
‘8\0101t As a ronseouence, the contr@uatlon of°the 1nv131ble pedagogy rn
the férm of an integrated code, is 1ikely for working class children, and,

. its later insti-tutionalisation for the same children at the secondary level

' ~ We can now begin to see that the conditions for continuity of educa-

tional code for all éhildren, irrespective of class, is the type of code

T transmitted by the aniversity Simp .y expanding the wniversity, increasing

. dlfferentlatlon within the tertlary level, equalising opportunity of access

and outcome w11l not. fundamentally change the situation a4t levels below.
we will only have expanded the size of the cohort at the tertiary level.
From another polnt of view, althaugh we may have changed the organisational o
structure we haVe not changed the code controlling transm1331on‘ the pro-
cess of rsproductlon will not be fundamentally affected. To change “the By
. cede controlling: transmiss13n involves changing the-culture and its basis
v in privatised class relatlonshlps. Thus if we actept, for the sake of
' argument‘ the’ greater educatlonal value of invlsible pedagogles, of weak

<
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', classification and frames, the conditien for thelr effectlve and total -
° institutionalisation at the secondary 1cve1 is-a fundamental change of )
’. ,code at the tertiary level If thls Joes not occur. then cod\ﬁ and class
- Twill, repain firmly.linked in schools. L ‘ -
" Flnally, ive can raise a basic questlon. The movement to invisible

pedagogles réallsed through 1nte5rated codes may be seen as a superflclal
) solution to_a more‘obdurate ppoﬁlem. Integrated codes are 1ntegrated at-
. tﬁé level of ideas,'tﬁey do not involve 1ntegrat1cnhat the level of insti-
tutlons, i,e. between school and work. ¥Yet the crucial integrgjion is
. nre01sely between the pr1n01p1us of.education- and the pr1n01p1es of work.
There can be no such 1ntegratlon in Western societies (to mention only one , .-
. group) because the work epitomises class relationships. Work can only be
brougnt 1nto‘the school 1n terms of the function- of the school as a selec-
tive meg aylsm or 1n terms of 3001al/psychologlca1 adgustment to work.
Indeed//ihe abstracting of education from work, the hallmark of the liberal
trad&tlon, or the linkage of’educatlon to leisure, ‘masks the brutal fact
that work and education cannot be 1ntegrated at the level of socfal pzlne
<« ciples in class soq;etles. They can 91ther_be separ&%ed or they can gige
with each other. . Durkheim wrote that changes in pedagogy were indjcators
§ of a mQral CrlSlS, " they can also disguise it and change its form. How-
ever, in as much as the move to weak classification and frames has the.
notentlal of reducmng insulationsg in mental structures and socmal struc—
‘1%ures, has the potentlal of making etplmc1t the implicit and ‘so creatmng
.‘1 greater ambiguity but less glsgu;se, then guch a code has the potentlal of
making visibvle fundawental social: qontradlctlons. ) . .
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' This rpises a number of questlons We cannot consider skills ab-
. stracted from the context of their, transmlsslon, from their relatlonshlps
'V to each other and their’function in creating, maintainipg, modifying or
changing a culture. <Skills and their‘relationship to each other are cul-
f~‘ turally specific competences,, The manner of their transmission and ac-
. quisition socialises the chrld into -their eontextual usages. Thus, the
{ unit of analysis cannot 51mp1y be an abstracted Spele;C competence like |
: readingy, writlng, counting, ‘but the structure of social relatlonshipslwhich‘u g
* +  produces these 9p901allsed competencles. \The formulation M"where there is~
- . " a reduced emphasis upon transmission and acquisition of Speclfic SklllS"
< could bevmlsleaplngp askltv§ugge§§§_jhak‘rn,jhemcontext under~dzscussxon -
there are few §becialised repertoires of the culture. It may be better
to 1nterpret the formulation as 1nd1cat1ng an emphasrs upon the inter-
L relatronshlp between skills whlch are relatlvely weakly classified and
‘Weakly framed, In this way any skill or sets of skills are referred to the

4

. general features of the socialisation.

NOYE II .

. . . .

. We regdard the new middle class as being represenf!d by those who are
the new agents of symbolic control, e.g. those who are filling the ever
expanding major and miner professional class, concerned with the servicing
of persons. We are not saying that all occupante are active members of
the new middle class, bul that there is a structural change in the culture
wvhich is shaping their transmission. It is a matter of emplrical research
to identlfy specifically which groups, concerned with what symbolic con-

! trols, who are active representatlves. In earlier papers I suggested that
there were two forms of-an elaborated code, ob;ect/person and that these
~were e¥oked by different ¢class-~ based forms of famlly sociallsation, posi-
. tional and personal It is now possible,%at least theoretically, to show

. -that such famlbles vary aglto .the strength of their classification and

N frames and that such variation 1tse1f arises out of differeat forms of the
' transmission of class relaolonships and represents an 1deologica1 confli%E?

A w1th1n the middle class.. a ' X , S

. o
. -




e * 7 WNQTE III ' : ‘
. f ' ! N . ’ .o
It is a matte? of some interest‘to congider, changes in emphasis of
research methodologies over recent decades. ‘There has been a shift from
the standardlzed closed questlonnalr or. experimental context to more un-

' structured contexts and relatlonshlps. It is argued that the former

methodology renders irrelevant the subgectlve meanlngs of those who are
the_obaect of study. In so doing, the résearched of fer their experience
through the media of the researchers' 1mp;sed strong classification and ¥
strong’ frames. Fmrther, it is argued that such a method of studying -
people‘is derived from-a method for the study of objects and therefore it
is &n outraée to the subjectivlty of. man for him %o be transformed into

an object:, These arguments go on to link positivist methods with the

. political control of man through the use of thé technology og social

science. The new methodology employs apparently weak classification and
weak frames, but it uses techniqueg (particibant observation, tape- i
recordlngs, video tapes, ete.), whlch enable more of the researche& to be
visible, .and its technlques allow a ‘range of others to w1tness the spon-

taneous behaviour of the observed. Even if these publlc records of natural

behaviour are treated as'a means of dialogue between the recorded and the
recorder, this dialogue is, 1€salf subject to the dlsaunction between,
intellectual perspectives which will shape the communication. The self-
editing of the researcher's communication is different from that of the
researcled, and this is the invisible control. On the dther hand, para-
aoxically, in the case of a closed questionnaire the privacy of the "subject
is safeguarded™for all that can be made public is a pencil mark which is
transformed into an impergonal score. Further, the methods of this trans-
formatidn must be made public so that its assumptions may be crltlclsed
In the case of the new methodology, the principles used to restrlpt the
vast amount uf information and the number of channels are often implicit.
One might say that we could drstmngulsh research methodologles in terms
of whether they created invisible or isible pedagogles. Thus the former .
glve rise to a total surveillance of the person, who, relative to the latter,
makes public more of his inside (e.g. his subaectiv1ty) which is evaluated
through the use of ditfuse, 1mp11c1t crlterla. We are suggestlng that the
strue bural orlglns of changes in the classxflcatlon and framlng of forms

of ‘socialisation may pérhaps also 1n§luence the selection of research
methodologles. The morality of the researcﬁ‘TElatlonshlps transcends

the q;lemmas of a particular researcher. Research methodclogies in social

&
science are themselves elements of culture.’ .
~ .
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.'somethlng with his hands .even_ if he finds difficulty-with a ‘pen. Ve miéht.
“also antlclpate that with the 1nterest in such musical forms as pop on the

through-a cpmmon code. - A

. The relat}onshlp between the two and the strengths show us the structure
- of the cdntrol and the form of communication. We can, of course, analyse

_secondary stages lay ir ‘the non-verbal areas of the curriculum. The art
room is often vieved by the rest of the staff as an area of relaxatlon or |

- : NOTE .IV
"It is interesting to see, for example,'where the invisible pedagogy
first enteréd fhe secon@ary school curriculum. In-Englanj we would suggest

that, it first penetrated the non-verbal area of unselective secondary
schools. The area which is considered to be the leasgt relevant (in the
sense of not producing symbolic property) and the most strongly c1assrf1ed ,Z
the area of the art room. Indeed, it might be said that unltil very recentr
1y the greatest symbollc continuity of pedagogies bétween prlmary ‘and °

l“.

even therapy, _ rather than a space of cruc1a1 production. ‘Bscause of ifs
strong classification add irrelevance (except at school "show=off" perlods)
this space is potentially open to change. Art teachers aré trained in
institutions (at least in recent times) whlch are very sensitive to inno-
vatlon_and therefore new styles are likely to be rapidly institutionalised
in schools, given the strong classification of art in the secondary school
curriculum, and.alsc the belief thal the less able child can at least do

one rand and Cage and otockhausen on the other, music departments might

move towards fhe invisible pedagogy. To cbmplete the direction in the non- |
verbal area, it is possible that the transformation of physical tra1n1ng
into phys1ca1 educatlon mlght also extend to movement If this develop-
ment took place, théh the non-verbal areas would be realised through the
invisible pedagogy. We might then expeci a drive to integrate the ‘three’
areas of sight, svund and movement; Zthree modalltles would then be 11nked

;
) >
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We can clarify the issues raised in this paper dn'the following way.
Any socialising context must consist of a transmltter and an acquirer.
These two form a matrlx in the sense that the communication is regulated
by a structural principle. We have suggested that the underlying prina
clple of a socialising matrix is realised in classification and frames.

this matrlx in a number of ways:
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. tion matrices. If one takes the argument one stage further, we hayve to

_change in the 1nst1tutlonal structure. JLFor example, we have argued that

* - ' . . | T

£ e,

s

1, Ve can focus upon the transmitter. e S 2
2. "We can focus upon the acquirer.
3. We can focus upoﬁ the prlnclples underlylng the matrlx.
4.. We can focus upon a glven matrix and 1gnore 1ts relatlonshlp to
_ other matrices. "

5. We ‘can consider the relationships between crltlcal matrices,

e.g. family, peer group, school, ‘work. '

We can go on to ask gquestions about the functlon of a matrix and
questlons about the change in the form of its reailsatlon, i.e. changes‘
in the strength of its class1flcatlon and” frames. We believe that the
unit of analysis must always be the matrix and the matrlx will always in-
cTude the theorles and methods of its analysis (see Note ITI on research
methodology). Now any one matrix can be regarded as a reproducer, an in-
terrupter, or a cHange matrix. A reproduction matrix will attempt to
create strong classification and strong frames. An interrupter matrix ...
changes ,the form of transmisgion, but not the critical relationship ‘
between matrices. A change matrix leads tc a fundamental change iRy the
structural relationship between matrices. This will reQuire a majbr

within the middle class ;here is a confllct which has generated two dls-
tinet socialising matrices, one a reproducer, ‘the other an interrupter.
And these matrices are at work within education for similar groups of
children up to possibly the primary stage, and different groups of pupils
at the . se00ndary stage. However, in as much as the sfructural relation-
ship between school and work is unchanged (i.e. there has been no change
in the vasic principles of their relationship) then we, cannot by this

.
P N 9

argumegt see current dlfferences in educational pedagogy as representing
a change matrikx. In other werds, @he‘form of the_reﬁfoduetion of .class . .
relationships in education has Heenlinterrugted but not changed. We might o
speculate that ideological conflict within the middle, class takes fhe"formﬂ
of a conflict between the symbolic outcomes of reproductién and interrup- . ;

con51der the reproductlon of the change in the form of class relation-
ships. In this case, the reproductlon of an 1nterrupter matrlx is through
weak classification and weak frames. However, it is poss1b1e tha't such a
form of repxoduction may at some’ point evoke its own interrupter 1 e. an
increase in elther classification of frame strength, or both.

- . *
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- A NOTE ON THE CODING OF OBJECTS AND MODALITIES OF CONTROL ’
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The Coding of Objects

, -
The concepts of classification and frame can be nsed to interpret

communication between objects. In ,other words,,obaects and their relation- " -
. ships to each other constitute a message system whose code can be stated ‘
in terms of the relatlonshlp between classrflcatlon and frames of different

—_ = = {

strengths. - : . . - -

— x Q ~ - -
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We can consider: - T P
1, The strength of the rules of exclusron which control the array
of objects in a space. Thus the stronger the\rules of, exclusion
‘ the more distinctive the array. of objects in the space; that is, -
,“: - the greater the difference between object arrays in different
spaces. . : ‘
2. The extent to whlch objects in the crray can enter into different
L relationships to each other.’ : ‘ o
Now the stronger the rules of exclusion the stronger the classifica-
tlon of obgects rn that space and the greater the dlfference between
obJect arrays in dlfferent gpaces. In the same way in whlch we dlscussed -
. relatlonshlps between subjects we can drscuss the relatlonshlps between .
object arrays in different _spaces, Thus the stronger the classrficat;pn,
the more the obgect arrays.resemble a collection gode; the weaker the
» classification, the more the object arrays 1esemble an integrated code.
The greater .the number «of differen. relationships obaects in the array .
wan enter into with each other the weaker their framing. The fewer the
number of dlfferent relationships objects in tvh¢ array can enter into with
each other, the stronger therr framing(l).

A

- v 4

1) If the obaects in the array can be called lexical 1tems, then the
syntax is their relationships to.each other. A restricted code-is a
syntax with few: chbices: an elaborated code a syntax whlch generates = —-
. : a .large number of chorces. . . )
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We would expect that the soclal dlstrlbutlon of power and the _prin-
clples of control be reflected in the coding of obﬂects. This code may
be mage"more‘dellcate if -we take into account: ‘ -

1. . The number of objects in the array. ‘ N

2. The ratg of change of the array. .

Ve can have strong classification with a rarge or a small number of

2 - [

‘

objects.. Ve can have strong c1ass1f1catlon of large or small arrays where

the array is fixed across time or where the array varies across time.
Consrder, for example, two arrays which are strongly classified;- a late .
Victorian middle-class 11V1ng—room and a middle 20%th century trendy
middle- class "space" in Hampstead The Vietorian room is likely to con-
tain a very large number of cbjects whereas the mlddle class room is 11ke-
ly to contaln a small number of obJects. In one case the obJect array is
foregound and the space background, whereas in the sccond case the ‘space

“is & vital component vf the array. The Vlctorlan room represents both

strong class1f1catlon and strong framlng. Further, whilst objects may be -

.

¢

added to the array, its fundamental characteristics would remain constant_
over a relatlvely long time period. The Hampstead room is 1ike1y t¢ con-
taln a small array which would 1nd1cate ctrong clas31f1catlon (strong

rules of excluslon)‘but the objects are 11kely to enter into a variety of

relationships w1th each other;” this would ihdicate weak framing. Purther,

it is possible that the array would be,changed across tlme accordlng to
fashien.,” : S )
. We can now see that if we are to con31der class1f1catlon (¢) we~need
to know:. )
1. Whether it is strong or wveak.
2.” Whéther the array is small or large (x).
3, Whether the array is fixed or variable (y).
T At the level of frame (F) we meed to know:
Whether it is strong or_Weak (p); that is, whether the coding is
. restrlcted or elaborated. .
It is also important to indicate in the:speoifﬁcation of the code

.~

,mthewoontext (e) to which ‘it apnlies. .We should also indicate the nature

of the array by adding the concept realisation (r). Thus,  the most ab-
stract formulation of- the object code would be as follows: ’

v ' f(chr7 ¢ (x 7Y), iy (p)) ) : '
The code is soume unspecified functi.n of the variables enclosed 1n the
brackets.

It is important to note that bgecause tne classlflcatlon is weak it

“.does notﬁnean that there is less controi Indeed, from thls point of
view it is not possible to talk about amount of control, on1y of its mo-

LY

dality.. This p01nt we will now develop. . . r.,
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" and peeps through its slit.

are moving from a strongly classified “to a weakly classified space:
‘a space regulated by . strong Tules of-exclusion to a space regulated by ¢
.weak rules of exclusion.

action;

ClaSS1flcat10nlfrrames and Modalities of Control '
1 O L

Imaglne Four lavatoriés.

The flrst is stark bare, prlstlne, the
walls are palnted a sharn white; the washbowl is like the apparatus, a
A' square block, of scap sits

r

gleaming white, cleanly in an 1ndentat10n in
the sink. A white towel (or perhaps pink) is folded neatly on -a chrome
rail or hangs from a chrome ring. The lavatory paper is hidden 1n\a cover
In the second lavatory there ale books on a
In. the ghird lava-
tory .there are books on the shelf, pictures on the wall and perhaps a‘
scattering of tiny. objects. In the fourth lavatory the rigoﬁr is totallx
relaxed. The walls are covered with a motley array of postcards! there is

shelf and some relaxing of the rigours of the first.

a various assortment of readlng matter and curio. The lavatory ro.' is
likely to be uncovered and the holder may well fall apart in use.

We can say that as we move from the first to the fourth lavatory we
from

Now if the rules of exclusion are strong then
the space is strongly marked off from other spaces in the house or flat.
The boundarz between the spaces or-rooms is sharp If the rules of ex-

clusion are strong, the bpundarles well marked then it follows that there
If things are to be kept’
apart then there must be some strong hierarchy to ensure the apartness of =

must be strong Loundary malntalners (authority).

things.
highl& visible. In as much as a user leaves a personal mark (a failure

to_replace the towel in its original position, a messy bar of soap, scum
in the washbowl, lavatory paper floating in the bowl, etc.) this consti-
tutes pollution and such pollution is quickly perceived.
for competent usage of the space are both explicit and specific.
we have been discussing aspects of classification; we shall now consider i

Purther, the first lavatory constructs a space where pollutlon is

So far

framing.

) Whereas classification tells us about the structure of relatlonshlps
in pace, framing tells us about the structure of relationships in time.
Framing refers us to interaction, to the power relationships of inter-

: Now in the case of
our lavatories, framing here would refer to the communication between the
occupants ef the spaee and those outside of +the space. Such communication

that is, framing refers us to communication.

~is normally s%rohgly framed by a door usually equipped with a lock. We .

.suggest that as we move from the strongly classified to the weakly classi~
fied lavatory, despite the potefitial insulation between inside and outside,
there wilY occur a reduction in frame stréngth. 1In the case of the first

lavatory we suggest that the’ door Will always be closed and after entry

B -

v B
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‘ will be lotcked. Ideall& no effects on the inside should be heard on the

outside. Indeed, a pactised user of this 1avatory will acquire certain
competencies in ordetr to meet” this requirement. Howéver, ‘in the case of
the most weakly claSS1f1ed 1avatory, we 'suggest that the door will normally .
be open; it may even bhe that the lock will not function. It would not be
conSidered untoward for a conversation to develop or even be continuéd

. either side of the door. A practlsed user of this most weakly classified A

and weakly framed lavatory will acquire certain communicative competen01es
rather different from those required for correct use of the strongly -~
clas31f1ed one. '

w

We have already noted tKat 1ava+ory one creates a space where po11u-

- tion is hlghly v131b1e, where criteria for behav1our are expllclt and spe-

01flc, where the social basis of the authority malntaxnlng the strong
~1ass1flcat10n and frames is hierarchical. Yet it is also the case that
such classif;catlon and frames create a private although 1mpersona1 space,
Por providing that ‘the classification and framlng is not violated the
user of the space is beyond surveillance. .

However, when we consider 1avatory four which has the weakest classi-

. flcataon and_ weakest frames it seems at flrst s1ght that such a structure

celebrates weak control. There appear to be few rules regulating”what
goes into a space and few rules regulatlng communlcatlon between’ spaces.
Therefore .it is difficult- %o considar what ‘counts as a violation or
pollution. Indeed, it would appear that such a classification and
framlng relationship facilitates the development of spontaneous behaviour.
Tet tls consider this possibildity. - ’

Lavatory one is predicated on the rule “things must be kept apart“
be they persons, acts, objects, communication, and the stronger the
clas31f1catlon and frames the greater the 1nsu1atlon, the stronger the
bourrdaries between classes of persons, acts, obaects, communications.
Iavatory four is predicated on the rule thdt approximates to "thlngs
must be put together". As a. consequernce, we would find obaects 1n the _
space. that tcould be found in other spaces. Purt%er, there is a more
relawed marking off of the space and communication is poss1b1e between
1ns1de and ocutside. We have as yet not discovered the fundamental C
principles, of violation. . 0

Imagine one, user, who, seeing the motley array and belng sen31tive '
to mhat he or she takes to be a potential of the pace,‘d601des to add to

-the array and places an additional, postcard on the wall., It is possible

‘that a little later a significant adult mlght say "Darling, that's

beautlful but it doesn’t quite fit" or "How lovely, but wouldn't it ve
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better a little hlgher up”"k Tn otler words, we are suggesting that thq;\
array has a principle, that the apparently motley collection is ordered L
but that the principle, is 1mpllclt and although it 'is not easily dlscover:\ )
_able it is capable of being’ violated. 1Indeed, it might take our user a :\\\
’ very long time to infer the tacit principle and generate éhoices in- accord-~ -
ance with it. Wlthout knowledge of the prlnc;ple our user is Unlikely ]
to make appropriate choices and such choices may require a lohg period of .
. socialisation. In the case of lavatory one no pr1n01p1e is required; all
that is needed is the follow1ng of the command "Leave the Space as yoa.
found it".. --- 7 e . .
,< Now let us examine the weak framing in more detall. We suggest ”
thet locking the door, avoiding or ignoring communlcatlon, would count
as v1olatlon, rndeed anything which would offend “the pr1n01p1e of thlngs

must be put together. However, in as much as the framing bekyeen ihside

and outside is weak then it is.also the case that the user is potentlally
or 1nd1rect1y under continuous surveillance, in which case there is no
privacy.: Here we have a social context which at first s1ght appears to
be very relaxed, which promotes and provokes the expreSS1on of tﬁe person,'
g do your own thing" space where hlghly personal choices may be offered
where hierarchy is not explicit yet on analysis wé find. that it is based
upon a form of implicit control which carr;es the‘potentlal of total sur-
veillance. Such a form of implicit control encourages more of the person
to be made manifest yet such manlfestatlons are subjeect to continuous
screenlng and general rather than specific criteria. At the level of
classification the pollution is "keeping things apart"; at the level of
framlng the violation is "w1thh 1dine"; that is, not offering, not makKing
visible the self. '
- If things are to be put together which were once set. apart then
there must be some principle of the new felationships, but this pringiple’

e T

e e

e cATINOY be mechanlcally applied and therefore cannot be mechanically
learned. In the case of the rule "things must be kept apart", then the
' apartness of things is somethlng which is clearly marked and taken for .
granted 1n.¢he\process of initial soclallsatlon. The gocial basis of the
. categories of apartness is impligist ‘but the social basis of the authority
is expllclt In the process of such socialisation the insulation between
thlngs is a cundensed message about the &ll- pervas1veness of the- authorlty.
- It may require many years before the social basis, of the principles twder-
_lying the category system is made fully expllclt and by that time the
. montal structure is well- 1n1t1ated ‘into the olass1f1catlon and frames.
Strong classification and framcs celebrate the reproductlon of the past.

P |
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When the rule is "things must be put together" we have an‘intefrﬁétion -
of a prevﬁous order, and what is of issue is the authoxrity (power relatlon-
ships) which underpin it. .Therefore tle rule "things must be—put to-
gether" celebrates the present over the past, the subJecQ}ve over the ob-
Jectlve, the personal over the positional, 1Indeed when everything is put
together we have a total ofganlc principle whlch covers all aspects of

. Life but which admits of a vast range of combinations and re- comblnatlons
" This p01nts to a very abstract or general principle from whlch a vast
. range.of possibilities may be derived so that 1nd1v1duals can both reglster
'personal choices and have knoéwledge when a‘ combination is noét in accordance A
with the principle. What is taken.  for granted when the rule is "things . o
L _must be kept apaxrt" lS relationshlps which themselves are made expllclt‘““‘
\, " when the rule is "things must be put together". They are made-expllclt
\~‘by the weak classification and frames. But the latter creates a form of
) ‘\lmpllclt but potentially continuous survelllance and at the same time pro-
‘ motes the making public of the self in a variety of ways. “We arrlve
flnally at the conclusion that the conditions for fhe release of the person
, . are the absence of explicit hlerarchy but the presence of a more intensi- )

~ fied form of social 1nteractlon which creates continuous but 1nv1S1b1e
screening. From the point of view of the soclallsed they would be offerlng —

novel, spontaneous combinations.,

- e

- . ——

Enmlrical Note ,

It is possible to examine the coding of objects from twoﬂgerspectlves. -
. We can analyse the codlng of overt or visible arrays “and we can compare o
———-%he code with the codlngs of covert or invisible arrays (e 'g. -drawers,-
cupboards, refrlgerators, ‘basements, glosets, handbags, etc.). We can — -
also compare the coding of verbal messages with the coding of non-verbal
. inessages. I+t would be interesting to carry out an emplrlcal study of :“
standardized spaces, e.g. L.E.A. Pousmng estates, M.C. suburban . "town"
house estate, modern blocks of flats, formal educational spaces which
vary in their archltecture and in the\pedagogy.’ '
o I am well aware. that the 1avatory may not be seen as a space. to be
1y speclally contrived and so subject &to speoial regulation in the sense
discussed., Some lavatories are not subaect to the principles I have -
outlined. Indeed, some may be casually treat.d spaces, where pleces‘of .
newspaper may be stuffed behind a convenient pipe, whexe the door does
not close or lock, where apparatus has low efficiency, and where sound

2
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"effects are taken-for-granted events. I N -
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